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‘Peace, love and understanding are not things you simply
wish for; they are things you make, things you do, things
you are and things you give to others.’

--- Mother Teresa

Heartfelt thanks to Ronnie Rimando, L.ina Hervas, the
teachers and supervisors of the PREP program.
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CHARTEE
INTRODUI T r0N

FUrpose

This thesis focuses on the development of an In-service teacner-
training program for World Relief Corporation, a non-governmentai agency
doing relief work in the Philippines. World Relief Corporation (WRC)
administers an educational program, Prebaring Refugees for Elementary
Programs (PREP), at the Refugee Processing Center (RPC) sited in the
province of Bataan in the Philippines.

The PREP program provides classroom instruction to Indochinese refu-
gee children, aged 6.5 to 11 years of age. These children arrive with their
families from Vietnam, Cambodia and Laos. They come to RPC for a six-
month processing and orientation period in preparation for permanent
resettiement in the United States.

The PREP program was initiated in 1987 through WRC under the aus-
pices of and with funding from the United States Department of State.
Administration of the program is carried out by American managers. All
classroom instruction and some mid-level supervisory functions are car-
ried out by Filipinos.

Weekly training of the teaching staff in instructional methodologies
and skills, as well as orientation to American culture, are mandated by the
funding agency. The implementation of this in-service training program is
the responsipility of the American Training Specialist and the traiming
staff.

Need For Research

| was hired in August 1989 to be the Training Specialist for the PREP
program. | understood that my responsibilities were to conduct an
in-service training program for teachers. | needed to determine how to go
about doing this.

A training program had existed since the program’'s inception in 1987.
The list of trainings conducted from 1987 through 1989 is contained in
Appendix B. inservice training was of fered for a two-hour period weekly to
the entire teaching and supervisory staff. Training content was topicai
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3nd the purposes were orientational.  cefitniing whe neeas of program
‘ainiation, content zna farmat rariected poth 2Larf and management need
for a2 common understanding of methodology and principies of instruction.
Tramning <ontent 3adressed the need to communicate D2asic program
philosophy and curricuium content, to provide cuiturai orientation to the
United States for Filimino staff, and to fill gaps in knowiedge in these
areas as the need was perceived by program managers and staff.

Generally, the training had a large-group lecture format, although some
variations to this approach (i.e., workshops and video presentations) are
evident. Teachers were provided with input. it was assumed that
classroom impliementation of this input would occur as supervisors
worked with their feachers, although there were no procedural mech-
anisms for facilitating or monitoring this follow-up in evidence.

The program grew and new staff were hired. The disparities in skills,
interest and experience between new staff and oider staff aiso grew. The
large-group training format could not address these differences. In
addition, the presentation of training content appears to have lacked a ‘
long-te."m scope that could drive content focus and sequence for improved
continuity and sustained efforts to improve the instructional skills of the
teaching staff.

Thus, program growth and development dictated a fresh look at the
burposes and function of training within the PREP program in order to
identify some sustained focus through which this long-range pianning and
training continuity miaht occur. What 1s it that teachers want to learn or
feel they need to iearn that will improve their teaching skills in the
classroom? How can program and staff needs mesh? What training
process can best heip teachers do this?

Research to determine the content and design of in-service training, to
field-test and evaijuate its impact began in September 1989 and was com-
pleted in December 1990Q. Ultimately, a Training Manual for Trainers was
developed. This is included in Chapter V of this thesis. The manual grew
out of the results of the research. It currently exists as the only written
model of the PREP teacher-training program. | hoped to offer future
Training Specialists some operating guidelines from which to begin
working.

The Training Specialist is an American staff position and factors of

ot




1gnorance and confusion apout Fhilippine culture are tne norm for the
person in this position. This makes life difficult for both the Traning
Specialist and the teaching staff as they attempt to negotiate anda
re-negotiate working refationsnies. The long-term impact on Filipino staff
is one of discontinuity and disruption,

My hope is that the Training Manual will serve as an orientation and
resource to future Training Specialists in order to facilitate the
inevitable negotiation process and to maximize the individual's opera-
tional effectiveness. | have tried to build into the design a system that
can be used to: 1) analyze existing conditions, 2) develop training content
and procedures that will serve the necds of the teaching staff, 3) assess
the training program's effectiveness in meeting those needs, and
4) reformulate both training design and content for the subsequent
training cycle.

Research Design

There were three questions that needed to be answered in order to
proceed with the development of a training design.

I. What training process can best facilitate improvement in the daily
performance of teaching tasks: preparation and planning for instruc-
tional content, instructionail delivery of content, classroom manage-
ment, understanding of philosophical and theoretical quidelines of the
PREP program, and assessment of classroom learning and teaching?

I

What training process can best facilitate improved understanding and
communication of train'ng content given the variables of differenc
cultural perspectives (F1lipino and American) and language?

3. How can the training process facilitate feedback from trainees and

program managers to ensure continuing relevance to the concerns of
both?

Hypotheses
I. Improved teacher training occurs when:

A. Training deals concretely and actively with teachers' professional
- concerns and supports the development of teacher-determined

1o
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‘ strateqgies and teacher-tested solutions to these concerns.

B. Tramng 13 perceived by the teacher trainees as a valuable ang
2ffective resource in neiping them to improve their teaching skilis.

2. Improved teaching can occur when:

A. A teacher has a solid theoretical and experiential basis for making

educational decisions about the use of instructional methodologies
and teaching techniques.

B. A teacher perceives him or herself as a learner about teaching, and
about learners and learning. He or she demonstrates this attitude in
exploring and experimenting with ways to improve his or her teach-
ing and the learning of students.

Research Objectives

1. To develop & training design that will facilitate 1mproved instruction

‘ in classrooms by:

A. Offering content that is responsive to concerns expressed by teach-
ere and their supervisors and relevant to program need.

B. Providing a training structure that provides for poth theoreticai
learning and opportunities for ciassroom implementation, utilizing

the interplay between learning and doing as the fundamental
training process.

C. Implementing the Whole Language approach as an English as a
Second Language (ESL) technique in training sessions with Filipino
teacher trainees. This shouid: 1) increase comprehension of content
by trainees, and 2) provide a model for the Whole Language tech-
niques being used in PREP classrooms. ‘ -

D. Effecting a sense of closure for trainees by facilitating the
development of tear -generated working models for solutions to the
problems that the teachers have pOSlted and worked toward solving

. during the training cycle.

2. To develop a training design that is on-going, seif-correcting and flexi-

ERIC | 1i




‘ ble enough to agaress and accormogate to Chanding INterests, Concerns
and skills of the BREF teaching staff from traiming cycle o traning
cycle.

Gl

To structure a problem-solving process within tne training design that
may be utilized independently by teachers in a sustained and sustaining
manner as they seek to improve their teaching performance throughout
their professional tife.

Training Participants

The PREP program staff is organized in the following manner*:

Director of Instruction

American

[ 1 l |

Dep. Dir of . Iraining _Curricuium Dep. Dir. for
. Instruction Specialist Specialist Administration

1 American I American 1 Filipino 1 American

Team Training Curriculum
Supervisors Supervisors Assistant

(6) I American, 1 Filipino
S Filipino, i Filipino ,
I American !

|

Teachers: 6 teams/approx. 8 per team
(Filipinos)

*As of July 1992

The training department is Composed of the Training Specialist and two
(2) Training Supervisors. Responsibilities fur all training tasks are
divided among the three ‘individuals per direction of the Training
. Specialist. Trainers plan and work directly with teachers through the
team structure and supervisors. Coordination between Deputies, training
and curriculum departments is effected by the Director of Instruction.
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in 1989 WRC emploveg sixty 20) Filipine teachers. Thev were
arganized into mne f2ams, 2ach with an American or Filinino supervisor.
in 1990, at the time of the evaluation, there were fifty-four Filipino
ieachers organized into seven teams. Each teacher participated in the
initial needs assessment in 1989. Eight teams of teachers, about 50
individuals, participated in the ftraining-cycle field test that was
conducted from January 1990 through August 1990 and in the summative
assessment of team-level training content in August 1990. All teachers
who remained employed by WRC participated in the re-evaluation of the
training design in August and September of {990.

The instructional work day is organized so that each teacher spends 4.5
hours teaching in his or her ciassroom, Monday through Friday, for an in-
structional cycie of eighteen weeks, approximately the tenure of the stu-
dents and the‘r families at RPC. During the remaining 2.5 hours of each
work day, teachers meet with fellow team members and their team super-
visor to plan and prepare for the subsequent week's instruction and for
training.

As previously stated, the PREP program’s purpose is to provide class-
room instruction for the purposes of orientation to American culture, dev-
elopment of basic literacy and numeracy skills,. and acquisition of basic
communicative skills in English. Daily instruction is organized around
weekly topics. These are cailed English Language Units (ELUs) and there
are eighteen of them. The topics generally parallel concepts and
vocabulary taught in social studies and science curricuiums from
kindergarten through second grade in the United States. They offer lan-
guage and experiences that deal with concepts of self, fammiy, home,
school and community life. The content of the ELU topics provide cultural
orientation to the United States and opportunities to acquire vocabulary
that will be necessary for basic communication when they are resettied in
the United States. Mathematics, art, reading, physical education and sci-
ence activities for each week are integrated through and by the weekly
ELU.

The PREP program advocates the wWhole Language philosophy of ianguage
acquisition and development for these seccnd-language learners. This
approach facilitates experiential and discovery learning for students;
teachers function .in a care-giving and nurturing manner to reinforce and
expand on the deveioping second language of the child as he or she
experiences the world of the PREP classroom and RPC. Instruction is




affered through the use of cued and comorenensible tnglish, ‘sneltered
fanguage’ TpeCial events simulate American schooi life: field frips,
brary visits, graduation, parent-teacher conferences and movies. Near
the end of the instructional cycle, and before the students ieave for
resettiement 1n the Unitea States with their families, teachers prepare a
summative profile of each child describing the level of his or her commun-
icative skills, as well as demonstrated capabilities in different curricu-
lum areas. These profiles are sent with the children to their new schools
in the United States for the information of teachers there.

Coaching, guidance, supervision and some training are offered by the
supervisor to his or her teachers. The Training Department, however, car- '
ries the bulk of the responsibility for the training that occurs within and
across teams. Training Department staff provide at least two (2) hours of
in-service training within the twelve {12) hours that are allotted weekly
to team time for preparation and planning.

Ninety percent (90%) of the individuals who are hired as teachers in the
PREP program lack an undergraduate background in education. They come
from such diverse fields as: communications, the sciences, engineering,
fine arts, agriculture, veterinary medicine,-nursing, business, etc. The
primary requisite for hiring them has been a demonstrated ability to
communicate in their second language, English. After a three-week pre-
service orientation, these individuals assume the role of a PREP teacher as
described above.

Teachers implement a program philosophy that is culturally ‘American’
in order to teach indochinese refugee children in PREP classrooms. These
students, Vietnamese, Cambodians, and Laotions, exhibit a wide range of
native and second-language proficiencies, exposure to prior schooling
experiences, and literacy-numeracy skills developrnent. Many of these stu-
dents have led severely disrupted lives and are dealing with difficUit
family and personal issues as well. All of these conditions --- an
unfamiliar curriculum and pedagogical approach; lack of prior teaching
experience on the part of the teacher; students who possess a wide variety
of backgrounds, skills and unresolved personal issues; lack of a common
language in the ciassroom --- make for a demanding and challenging work
situation for the PREP teacher.

PREP program managers try to provide service mechanisms to help the
Filipino instructional staff to implement strategies that will achieve

R Y




~REF orogram purposes as they work in the conditions described above.
“here 12 g small teacher-supervisor ratio, provision of 2.5 hours daily for
supervisory guidance and support for lesson pianning and preparation, on-
noing monitoring of teacher performance in the classroom, as well as

training given informally by supervisors and more formally by the Training
Department staff.
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CHAPTER ||

REVIEW OF THE LITERATURE

The Whole Lanquage Philosophy

The Whole Language approach is the philosophy that the PREP program
has adopted as its approach to the instruction of Indochinese refugee
students during their stay at RPC. Filipino teachers are asked to
impiement methods of instruction which reflect this philosophy.

A description of the Whole Language approach, as well as the teacher
attitudes and behaviors it suggests, follows. An understanding of the
philosophy, and the teacher attitudes and behaviors it informs, provides a
perspective from which to view PREP teacher-trainees as they try to
understand the principles and implement the practices in their classrooms.

The Whole Language approach has grown out of the cognitive devel-
opment schema described by Jean Piaget, a developmental psychologist.
Piaget has identified a process of development that reflects the interplay
of inevitable neurophysical maturation and environment through four
stages of cognition; these. levels are briefly described here.

Sensori-motor stage (virth to two years). The child lacks the
symbolic function and is unable to evoke the representation
objects in their absence.

Pre-operational stage ( two to six vears). With the acquis-
ition of language, formation of symbolic play, and mental
imagery, actions are internalized and become representative.
Conceptualization begins at this stage, but thought is still
prelogical and preoperational, lacking reversibility and con-
servation. -

Operational stage (Approximately seven to eleven years).
Mental operations become functional. The emergence and
coordination of operations and relations ailow the chiid
to conserve quantity, weight and volume. Thought, howev-
er is still tied to concrete objects. Ability to reason in
terms of hypotheses before knowing that they are true or
false is not possibie.

Uk
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Formal stage (approximateiy twelve to fifteen years).
This stage is characterized by the ability to reason hypo-
thetically. Hypotheticai reasoning implies the subordin-
ation of the reaim of the possible, and conseguently the
linking of all possibilities by necessary implications that
encompass the reai, but at the same time go beyond it.
This is the highest stage of the cognitive structure.!

Piaget's premise is that cognitive maturation is a series of stages, and
that development through these stages is inevitable. Learning is a matur-
ationally-driven process within each child and education simply facili-
tates that process. The Whole Language approach "is a developmental lan-
guage model based on the premise that youngsters acquire language as
naturally as they learn to walk and talk when they are invited to engage in
self-motivating activities that are stimulating, interesting, socially
meaning-based, purposeful, interactive... and ehjoyable."2 The role of the
teacher is to provide the time, resources and opportunities for interaction
which will facilitate the natural deveiopment of language. “Preschool
children, therefore can ... learn how language interrelates as they use it in
functional situations to receive or communicate meaning.” 3 The task of
the teacher is to “provide holistic learning situations (by) creat(ing) an
environment which invites youngsters to participate naturally in the vart-
4Us experiences with language."4 The teacher assumes a facilitator role,
creating conditions that maximize the functional use of language. Heald-
Taylor says:

Holistic instruction requires extensive knowledge in lan-
guage development, observations, recognition of develop-
mental stages, facilitation strategies such as conferenc-
ing, and a sense of timing to ensure that instruction is
based on individual needs of students ... Evaluation is con-
ducted through observation of language growth by documen-
ting actual behaviors of children as they engage in various
language situations. S

The Whole Language approach was originally conceived for use with
students who were learning to speak, read and write in their native lan-
guage. Heald-Taylor applies it in the ESL classroom where students are
learning a new language. She maintains, "learning strategies are child-
centered, causing youngsters to continually experience and use language to
think and seek meaning.”

[y
-1




_II_

The characteristics of a Whole Language classroom are such that it is a
place where children can encounter 1anguage in ways that reflect everyday
usage, and where children select learning experiences from a variety of
open-ended instructional invitations. Teachers trust to the decision-mak-
ing capacities of their students --- that students will learn and experi-
ence what they are cognitively ready for. Teachers see their students’

experiences as a source of information from which to make valid
curriculum decisions.

Teachers are participants, guides and learners in their own
classrooms. Whole Language classrooms capitalize on the so-
cial nature of learning and provide opportunities for students
to learn from each other. Whole Language classrooms encour-
age reflection: teachers and students alike are provided with
chances to reflect upon their own learning and monitor their
own growth. Whole Language classrooms can empower all
participants as both teachers and learners --- all partici-
pants collaborate to establish the lesson.7 '

Harp describes more specifically the teacher's role, and offers a set of
guidelines by which to gauge teacher behaviors as they implement the
Whole Language approach in their classrooms.

The teacher spends more time on creating an environ-
ment ... (rather) than in direct instruction.

The teacher is more likely to have melded into a group
rather than be positioned in front of them, lecturing ...

The classroom is student-centered and teacher-guided
rather than teacher-directed. Whole class instruction ...
isn't the norm.

The environment created invites children to use reacing
and writing for authentic purposes.

The teacher has created an environment that invites chil-
dren to explore, to experiment, to investjgate -—- to take
responsibility for their own learning.

There should be evidence that the teacher has handed over
much of the responsibility for learning to the children.

. ’f‘
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Evidence, also. that the teacher understands that his func-
210N 13 Lo create an environment that will take the child

further along the learning path than the child could
achieve by himself.

The Whoie Language teacher's focus of attention is on the
degree to which children are mastering strategies in a
process-oriented class‘room.8

The teacher is a learner, and operates from solid knowledge bases in the
areas of linguistics and language development, psycholinguistics, socio-
linguistics, anthropology and education. “The teacher ... is an observer of
children, and is able to describe where each child is along a develop-
mental continuum toward becoming a mature reader, writer and thinker."?

Impliications for teacher-training

1. This model of student-centered education, based on a Piagetian schema
of child development, is western in its orientation and may be contrary
to the teaching-learning model extant in the Philippines.

2. Understanding of developmental theory, educational practices and prin-
ciples are fundamental to the implementation of this approach.

Filipino Culture

Some ungerstanding of Fi1ipino culture is necessary, particularty in the
areas of child care, learning, educational structure and social devel-
opment. This can provide the Training Specialist with an awareness of his

or her trainees as learners and teachers who bring certain perspectives
and values to their work.

Smooth Interpersonal Relations

Daily survival in the Philippines is a challenge for rmiany Filipinos. Lack
of money, 1ack of work, lack of food are ever-present threats to life. Fili-
pino culture seems to rest in a fundamental recognition of limited
resources and limited power for a majority of the population. “In a phys-
ical environment plagued .. by epidemics and typhoons, a fatalistic atti-
tude toward controlling nature is realistic.” !0 Nature, history and econ-
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omics appear to have taught the Filipino that he has little control over
what happens to him in this iife. He feels a sense of powerlessness and a
1ack of self-confidence in his own abilities; he passively accepts and
‘copes up’ with life's circumstances as he and his family are best able.

Survival is only ensured through membership in a group. A strong group
orientation reflects concerns for “the welfare of the lowliest members, an
equitable distribution of the fruits of labor, reciprocal material aid, moral
support in times of crisis and emergency, and the guidance and indoctrin-
ation of younger rnembers into the group.”

This strong in-group orientation pervades every aspect of the Filipino's
life, resulting in his interdependence with and dependence upon significant
others and their good will. It is an interrelationship characterized by
strong and mutual loyaities, mutual assistance, and great investment in
the maintenance of the group as a group. This in-group orientation has been
called 'SIR' or Smooth Interpersonal Relations.!2 It 1s defined as:

A facility for getting along with others in such a way
as to avold outward signs of conflict ... it means being
agreeable under difficult circumstances ... a sensitivity
to what other people feel at any given moment and a
willingness and ability to change tack (1f not direction)
to catch the slightest favoring breeze.

Conflict avoidance and preservation of peace iS to be nurtured at all COsts.
“The F11ipino ... seeks harmony throtyn a biurring of differences and agree-
ment not to disagree, at least not openly."1 4 gince one is, foremost, a
group member and representative, openly acknowledged disagreements can
affect the entire affinity group structure and dealings with other groups.
The consequences can escalate far beyond the involvement of the original
protagonists. Control of aggression is important because of the close
proximity in which most Filipinos live and work. Individual acts become
family or group concerns. Therefore,

any achievement of surface smoothness (in a group) is
through careful, constant monitoring and nearly trans-
parent deviousness to obscure difficulties ... The very
emiphasis in the Philippines on smoothness and care in
interpersonal relations shows how difficult they are.!?

AY)
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Acuna suggests that cultural demands for social sensitivity may
interfere with the ability to carry out analytic tasks. "A socially adept
field-sensitive student may find social cues distracting in a task situ-
ation requiring independent and anailytic behavior." 16 The exigencies of

personal relationship may take precedence over, and may structure the
manner in which it occurs.

implications for Teacher-trai.;ing

1. Utilization of the present team structure as a forum for training, i.e,,
team-level training, would appear to be culturally appropriate. Trainer
can tap into pre-existing modes of cooperation and mutual support.

2. Communication between team members, as well as between trainer
and team members, may at times be structured more by the need for
group harmony than by a need to solve a problem.

Child-Rearing Practices

The primary importance of group membership is a central factor in
child-rearing practices.

Security is sought through interdependence ... dependence
and conformity are most commonly attributed to child-
rearing practices which are viewed as over- protective,
induigent and authoritarian with little emphasis on train-
ing in self-reliance, mde endent decision-making or in-
dividual responslbmty '

Dependence upon others appears to be reinforced; control and authority
exist outside the individual. '

During the formative years of children ... a belief may be
engendered that without extra help they are unable to cope.
(The) authoritarian nature of the social and family situa-
tion is reflected in one's attitude toward God and the
church. '8

Chiid-rearing practices focus on the control of overt aggression and

hostility. Shaming and being shamed (Hiya) is the means by which conduct
1S shaped.
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g (Hiya is) a painful emotion arising from a relationship of
inhibiting seif-assertion in a situation perceived as dan-
gerous to one's ego --- inadequacy, anxiety, loss of self-
worth ... it is felt only in face-to-face encounters, involv-
ing someone whose opinion is important ... who can dis-
pense approval or disapproval --- thus inflating or deflat-
ing one’s ego.I

Shame, therefore is a reaction to the disapproval signals demonstrated by
another member of the group. However, "t can hinder social progress by
inhibiting social communication, imposing conformance and discouraging
entrepreneurship and autonom'y."20

Children learn that one is dependent upon the group for physical and
emotional security. Acceptance by others, yielding to the will of the maj-
ority, respect for and approval by authority figures and society, emotional
closeness to family and affinity groups are important things to learn how
to obtair and sustain.

‘ (The Filipino female is) reserved, soft, yielding, loyal,
enduring and anxious to please ... (The male will be) cool,
cautious, inoffensive, pleasant, easy-going, incapabte of
anger, passive, resigned, conforming, enduring, emotion-
aliy controlled, impoverished and compliant to a social
and environmental world that is both hostile to his needs
and beyond his control.2!

Implications for teacher-training.
1. Self-expression and self-reliance of individual trainees in the training

sessions may be difficult to obtain. Independence from trainer
direction may also be problematic.

2. Implementation of training input in classrooms may be hindered by un-
willingness to take risks. '

3. Investment in training and appropriation of training input may be based
more on a social committment than on truly feit need and desire.

"‘ 4. Feedback and sharing may be hindered.

0
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5. Implementation of instructional approaches designed to increase refu-
gee student independence and autonomy in the classroom may be affec-
ted by cultural values of the Filipino teacher for conformity and secur-

ity.
6. Filipino teacher trainees may assume authoritarian roles in managing

behaviors and in the use of instructional technigue. Facilitating student
independence and seif-direction may be hindered.

Cognitive Styles

Jasmin Acuna, author of The Development of Thinking Among Filipinos,
says that all stages of cognitive development in children as described by
Jean Piaget occur in all cultures, but that the timing and the fact of their
appearance may vary. A fuller description of Piaget's stages of cognitive
development are found on pages 8 and 9. Although "research literature
supports the premise of the invariance of the stages of cognitive develop-
ment across cu‘itures,"22 Acuna's own research among rural and urban
Filipino school children suggests that cultural milieu is a large determin-
ant as to when and if those cognitive stages emerge. She states, "cultural
milieu affects the experience of (these Filipino) adolescents in such a way .
that their capacities for abstract reasoning remain unrealized.*23 She
describes a high level of performance among these same students in the
“ability to infer the emotional and internal states of significant persons in
the environment ... (which) has definite survival value for (people) living in
a complex social network. 24

Tomas Andres, author of Making Fi11Dino Values Work For You, suggests
that the Filipino generally focuses on the concrete experience of the

conscious past or present and reacts to it; focus on a fyture or unrealized
condition through visualization and planning, and follow-through to
realization 1s less frequent. He sees the Filipino as the possessor of
fatalistic rather than manipulative attitudes toward 1ife, with norms that
are authoritarian and conservative rather than libertarian and risk-taking.
Andres suggests that Fi11pinos generally initiate thinking about something
given the impetus of the existing situation, rather than in the realm of
abstract possibility. Filipinos function predominantly in a reactive and
receptive rashion rather than in a proactive, ‘planning ahead' mode that

seeks to inform and guide and implement present action toward a future
vision.

%)
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Many Filipinos o not have the habit of devising before-
hand or anticipating a step-by-step approach to attain-
ing whatever goals they may desire ... There seems to
be 2 widespread resistance to thinking ahead which can
be a symptom of an acute case of mental laziness. They
put too much faith in quick-fix solutions.2>

Filipinos appear to react to and survive the events that impact them.
Andres states, "As a people, Filipinos think better and become inventive
when confronted with a difficult situation.”26

AcCuUna Suggests that Filipino teachers utilize concrete experience as a
basis for teaching their Fﬂipino students about abstract ideas. "Teachers
must therefore utilize concrete props, visual aids and actual experlence fo
teach abstract tdeas. "2’

Imolications for teacher training

1. A training process that emphasizes and uses the instructional experi-
ence of PREP teachers, rather than the presentation of abstract theory,

would appear to be an appropriate approach for training cross-
culturally and as an ESL and Whole Language technique.

2. PREP teachers may need considerable guidance in planning instruction.

Field Depengence

“Filipinos are likely .. to be more external and less internal in their
perceived locus of control."28 This is called field-dependence. “Field-de-
pendent styles (of learning) seem to be favored in cultures that emphasize
sharp, clear role distinction and social control ... (and) follow strict child-
rearing practices that emphasize obedience and parental authority.” +29
Lorge suggests that field- dependence hinders the development of analy-
tical thinking as a cognitive style

' Language and Communication

Most Filipinos are at least bilingual. First, a person speaks the dialect
of the region from which he or his family come. Secondly, he or she may

i\
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speak Pilipino or Tagalog, the national language now being used in the pub-
lic schools as the medium of instruction. Until recently, all academic sub-
jects were taught in Engiish, with Piliping as a second-language course.
Presently, both mathematics and science are taught in English because the
vocabulary for the concepts does not exist in Pilipino.

English, as a third language, is also spaken by many people. The English
language was introduced as the medium of instruction by the Americans at
the close of the Spanish-American War.

Additionally, a person may speak another regional dialect, depending on
the nature and frequency of his out-of-region contacts and family migra-
tion patterns.

Pilipino (or Tagalog) lacks many of the abstract terms that one associ-
ates with ‘abstract thinking (i.e., scientific terms). As a result, the Fili-
pino must utilize English to express those abstractions absent in his own
language when called upon to do so. Language is a way of structuring
experience and one's perception of it. It refiects a cognitive system of
knowledge and belief that encapsulates values and modes of perception.
Language also structures the way in which norms and values are taken up,
attitudes and behaviors are exercised. “Thinking in Tagalog, but express-
ing oneself in English results in a lack of power of expression, impreci-
sion, lack of self-confidence and stunted growth in one's intellectual

powers and ability to abstract,"S ! Filipinos are themselves second lan-
guage learners of English, and abstract concepts may be subject to misun-
derstanding and misinterpretation.

implications for teacher training

1. PREP teachers are English-as-a-second-language learners. It is tmpor-
tant to ensure their comprehension of the educational concepts under
discussion and in use. Use of the experience-based Whole Language
approach with teachers as trainees can be effective in achiev-
ing this understanding.

Education in the Philippines

Ardres c.tes the following sta ements as characteristic of the passive
attitude that the Filipino educational system engenders in its students.
PREP teacher-trainees are products of this system.
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Passive acceptance of ideas is more desirable than active
criticism.

Discovering knowledge is beyond the power of the student
and is, in any case, none of his or her business.

Recall is the highest form of intellectual achievement with
the collection of unrelated facts as the goal of education.

The voice of authority is trusted and valued more than in-
dependent judgments. ‘

One's own ideas are inconsequential.

There is always a single, unambiguous right answer to a
question.32

Andres adds:

With obedience (to authority) as a way of life, there is a
non-questioning stance in homes and in the classroom as
well. The role of the student is to guess what the teacher
had in mind when she asked the question and there is a
right answer that she is expecting.5>

There appears to be limited effort on the part of the teacher directed
toward active involvement of the student in his own learning and the
development of critical and higher level thinking skills or problemi-solving
attitudes. Acuna suggests that higher-level thinking skills can be
facilitated by a change in how teachers teach. She makes the following
recommendations:

Filipino students could benefit more from teachers who are
warm and personalistic in their teaching styles.

Teachers should utilize concrete visual aides and actual
experiences to teach abstract ideas.

Students perform Detter with cooperative group work
rather than with an individualistic approach.

what 1S taught should be orfented toward what they
can apply in their daily lives.34.
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It has been suggested by Church that, “there needs to be a de-emphasis on
rote learning in schools in favor of problem-solving and group discussion
approaches. Students need to be taught to express themselves.“:""5 The use
of language as a vehicle for thought-formuiation and as a vehicle for com-
munication of thought in Filipino schools appears to be limitad.

Implications for teacher training

1. Teacher partir.pation in training may be minimal and passive. It will be
a challenge to the trainer to obtain active involvement from trainees.

2. Teacher trainees may rely on the trainer, rather than on themselves and
their experiences, in making educational decisions in training and in
their classrooms. '

3. Teachers may not wish to assume responsibility for their own learning,
indeed may not know how to go about doing that.

4. |f teachers teach in the way that they have learned, then how will PREP
teacher trainees understand the concepts and assumptions of the Whole

Language approach? How will they implement the approach in their
classrooms? i

The Adult Learner

_Planning for the instruction of adults has grown out of the precepts of
instructional planning for children.
\

Cognitive learning in children refiects the irrevocable maturation of
biological and neurological systems as they interplay with a variety of
environmental and experiential factors. Cognitive change is inevitable in
all neurologically intact children. Research in developmental psychology
has helped educators to foster cognitive growth by: 1) identifying and de-
fining stages and manifestations of biological and neurtlogical growth,
and 2) facilitating timely experiences and apprcpriate'qnvironments.

Planning and instructicn of adults replicates this process. Manifesta-
tions and stages of cognitive development --- the interplay of biological,
neurological, social and environmental factors --- are identified, timely
experiences and appropriate environments are facilitated.

Piaget has identified four stages of cognitive development in children:

. [
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the sensorimotor stage (0-2 years of age), the pre-operational stage (2-6
years of age), the concrete operational stage (7-11 years of age) and the
formal operations stage (12-15 years of age). These are described in
greater detail on pages 9 and 10.

Piaget identifies the formal operations stage as the highest level in
the cognitive structure. This stage is characterized by the ability to
reason hypotheticaily. Hypothetical reasoning occurs when conceived pos-
sibilities are linked with posited implications in order to problem-solve.
Hypothetical reasoning occurs, with language as its vehicle, within the
realm of abstracted experience that is beyond concrete reality.36 Piaget
has stated that this achievement of cognitive maturity occurs through a
process of assimilation and accomodation of new information --- through
the "interaction of the various neurophysioiogical structures (of the
learner) and socio-physical-cultural environmentai structures (of his
world)."37 New information is acquired and integrated, in new and indi-
vidually processed forms, as it accomodates to prior learning and exper-
ience. Piaget (1972) suggests that:

1. All normai people (can) attain the highest level (of cogni-
tion) at least by the age of 20.

2. Demonstration of formal operations may differ among
individuals according to area of spectalization.

3. Formal operatlons, unlike Conérete operatlons, are free
from their concrete content.38

Koplowitz (1978) and Arlin (1975) suggest yet an additional stage of
cognition that emerges within the realm of adulthood. They have labeled
this stage, respectively, ‘unitary operations’ or '‘problem finding. “This
(unitary operations) occurs when one's conception of reality exists within
a systematic frame-work that is synergistic and gestaltist in nature, as
the whole is always greater than the sum of its parts ... involving prob-
Iem—finding.39 Problem-finding as described by Koplowitz (1972)
suggests that the adult attains a sense of gestalt, or wholeness, that not
only structures problem-solving formal operations, but more importantly,
informs the vaiue and significance of the problem within a greater whole
as it approximates the achievement of that greater whole, the gestait. A
sense of discrepancy between current reality and posited ideals, as well
as a sense of continuing approximation of solutions toward a posited ideal
occurs when one is able to problem-find. Arlin (1975) suggests that:
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formal operations (problem-solving) is a necessary, but not
sufficient, condition for the problem-finding stage. The data
supported the primacy of relations and systems questions,
which are seen as related to combinatorial thinking and the
systematic manipuiation of one variable in a set with all
other variables held constant. The relations and system
question in turn seems to occur logically prior to implica-
tion and transformation questions, which are character-
istic of high problem-finders.40

Koplowitz and Arlin thus see the problem-finding operation as the high-
est stage of cognitive development.

The c.omplex cycle of assimilation and accommodation of experience to
thought and thought to experience from childhond through adulthood is the
process by which these cognitive operations are acquired and exercised.

Piaget's emphasis on assimilation and accommodation, along
with the concept of information as an ‘aliment’ that nour-
ishes cognitive structures, seems to provide a sufficient
range of opportunity for consideration of adult experience

in a theory of adult cognition.4!

Perkins (1974) describes four characteristics of effective learning in
his Cognitive Field theory. He states:

The effective learner needs four kinds of abilities: 1) the
ability to involve oneself fully and openly in new experi-
fences; 2) the ability to consider that experience from
many perspectives; 3) the ability to create concepts that
integrate observations into sound theories; and 4) the
ability to use such new theories to make decisions and
solve problems.42

Perkins suggests that openness to new experience and risk-taking are
fundamental attitudes which provide the learner with an ever-encompass-

ing gestalt with which to integrate present experience to thought and
vice-versa.

The term ‘andragogy’ (Knowles, 1973) has been used to de~cribe a
process that can facilitate this learning cycle. Knowles s'.ggests that the
following capacities are essential for the life~long learner.
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The ability to identify data required to answer the various
kinds of questions encountered and formulated.

The ability to locate relevant and reliable sources of data.
The ability to select and use data efficiently.

The ability to organize, analyze and evaluate data to get
valid answers to questions.

The ability to generalize and apply and communicate what
has-been learned.

Acknowledging the importance of the problem-finding stage (Arlin and
Koplowitz) as an additional stage of cognition particular to adulthood, |
would include it along with the five abilities suggested by Knowles. This

ability to formulate questions may possibly be the first and most
fundamental strategy.

Evens (1981) has proposed a model of the adult iearning process that is
essentially a description of the accommodation-assimilation schema
offered by Piaget. She describes a sequence by which new information is

processed by an adult to eventually become integrated and itself the basis
for gathering of new information.

Attention. Registry of new information due to the selective
interests of the learner. This is related to and bound by re-
lated thoughts from the learner's crystallized intelligence
and retention system.

Differentiation. The new idea is related by memory to what
the learner already knows about the topic. (The teacher can
help the learner analyze the relationship of the new idea to
prior interests thus facilitating maintenance of learner
attention.)

Structuring. The learner then finds a place for the new idea
in the memory of the prior experience once it has been dif-
ferentiated according to its uniqueness and/or similarity

to other ideas. Learners often keep asking questions to de-
rive their own individual structuce of the idea. Whole new
ideas may be attached to similar ideas for a short time
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while more 15 iearned upon which to build new structures
in the mernory system.

Analyzing. What is the idea really about? If there is a promise
0f reward or benefit, then an attempt is made to question its
potential for other uses, or reasons to know the idea.

Integrating. The idea has promise and is perceived as helpful.
If the new idea is burdensome and/or integration cannot take
place easily, learning ends.

Generalizing. Abstraction of the idea's potential: the uses
-of the idea become the probability or possibility of future
memory needs; the idea becomes part of the retention sys-
tem."""1

Relevance, feasibility and value are assessed automatically and intern-
ally by a learner at each step of the learning process. Is it important .. to
me? 1s it related to something { already know and have questions about?
Why is it important? Wwhat benefits will | derive? Is it do-able? Does it
really work? If it is important to me .. how can | make it work?
Srinivasan describes it as part of the problem-solving process:

Does the condition really cause problems? What makes it a
problem? Is it our problem? How does it affect us?1s solv-
ing the problem a priority for us? Which solutions are best?
‘What can we do individually or jointly?

Implications for training teachers.

1. If training can address real needs and experiences of teachers, it is
more likely to be effective.

2. Trainees can be helped to utilize their problem-solving capacities, as
individuals working cooperatively, to generate successful and valuable
solutions to issues, or approximate achievement of solutions.

3. Training should offer opportunities for practice of what has been
learned. It may be possible to utilize a problem-solving process that is
based in the use of past and present instructional experience.

4. There needs to be a way for trainees to analyze and evaluate their
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strategies so as to identify those that effect the desired solution,
eliminate and/or modify counterproductive strategies and identify
alternative strategies. There also needs to be a way to reaffirm the
perceived benefits of the solution.

Adult Education

Continuing education is one vehicle by which adults achieve valued
goals, such as improved performance, extended competency or the learning
of new skills. Houle (1981) found that 83% of the individuals he sampied,

" participants in continuing education programs, cited some past or current

change in their lives as the cause for seeking further education. %

Transition brought about by a change appear to precipitate awareness
of a discrepancy between current levels of knowledge and skills and those
that may possibly be needed to function in changed circumstances. This
serves as strong impetus for additional learning.

Continuing education, then, becomes the instrument by which one
achieves some end such as improved performance and competence. The
value of continuing education thus lies in its presumed and ultimate use-
fulness to the learner. Since most continuing education programs are vol-
untary in nature, their success will depend on how well the goals and edu-
cational strategies employed address the perceived needs and purposes of
the community in which they operate and the population they serve.

Long (1983) reviews a variety of program models which attempt to
explain or predict degrees of participation. He lists the following factors
as common elements that are predictive of participation.

Adult education must serve purposes that address the needs
of the learners.

The purposes IT'IUSF be highly valued by the learners.

The ber=fits must be competitive (against benefits derived
from involvement in an alternative activity).

The structures and procedures employed must not be barriers
to participation.47

32




. —26_

Participation depends upon client motivation and involvement, and the

agency's ability to meet client-identified needs with information per-
ceived by hirn or her as useful and usable. Seif-motivation and investment
by the adult learner is fundamental. When educational content grows out

of learner-expressed needs, investmert may follow and motivation is pre-
sent. :

Learner perception .of a problem, openness and motivation to change
appear to be fundamental and crucial ingredients in the adult learning
process. "The extent to which an adult is positively or negatively oriented
toward new learning experiences may be more important than the specific
abilities they bring to the situation."48 Benefits may be tangible or intan-
gible, but they must be felt and so worth the time, effort and funds that
have been invested by the adult learner.

Relevance to client need and effectiveness in meeting that need are
essential ingredients for client participation. Witlingham (1987) suggests
that assessment can play a vital role in both determining need and in
evaluating the service of that need by continuing education programs.
Assessment has three essential obligations in the service of adult
education programs:

To develop a sensible rationale for the experiential learning
that is consistent with the institution's mission, reasonable

in relation to its resnurces, and useful to its intended clien-
tele.

To translate that rationale into workable policies, guidelines
and operating procedures that are made clearly known to all
students and ir*=rested parties.

To insure that those policies, guidelines and procedures are
followed with reasonable fairness and consistency and pro-
duce useful outcomes.49

At first glance, this apnears to be a formidable task, and perhaps not one
that is totally the responsibility of an assessment program; however

assessment can, in fact, gather the information that is needed in order to
perform all of these tasks.

Assessment can be used as an aid in reviewing and possibly improving
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an existing training program. |t can be used to develop a series of
guidelines for a new program. It can be used as source of suggestions for
possible ways in which to improve training programs. It can be a means of
bringing important issues to the attention of program managers. It can
provide a framework for informing others of training principles and
practices as they relate to achievement of identified work goals.

Formative and summative assessments are both vital to training pro-
gram. Formative assessment refers to the initial information-seeking
process used to determine need and examine resources in order to
formulate a training program. Summative assessment refers to the final
evaluation made in order to determine how well the posited outcomes are
successfully achieved. In a cyclical training process, formative assess-
ment can play a valuable role in maintaining and updating a training
program in order to ensure that it remains relevant and viable, both for the
client and the organization.

Implications for teacher training. A teacher-training process based
on this model of aduit education needs to inciude:

1. ldentification of trainee needs vis-a-vis the development of their
teaching skills.

2. Away in which to make changes in the delivery system so as to make it
more effective and relevant as needed.

3. To insure coordination of training efforts with program need and
support.

Teacher training.

Lieberman and Milier write about the day-to-day life of the teacher in

American public schools and the implications that that life has for teacher
training.

Teachers are best viewea as craftspaople; the reality of teach-
ing is of a craf’. learned on the job ... teaching makes sense as
a messy and highly personal enterprise for it concerns itself
with the making and remaking of an object until it satisfies
the standards of its creator ... Practical knowledge is lodged
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in the experiences and practices of teachers at work within
their classrooms. It is to other teachers and to oneself that
the novice must turn for practical ideas ... to concentrate on
nroducts and processes; to draw on experience (rather than
research).!

These authors view teaching as a professionally lonely experience.
“Teachers have to learn by teaching; techniques, sensitivities and insi%)t
(develop) from trial and error and are learned in isolation from peers.” 2
They suggest that there need to be mechanisms of support for continued
teacher learning and improved teaching, as well as ways to make it a more
cooperative effort.

well-developed ideas need time to be adapted to classroom
life ... and underdeveloped {deas need diSCUSSIOﬂ, activities,
trial and error, and time to work on them thFOUgh experiential
means. Both need SUDDOFtiVQ COHdIUOﬂS, often in-class per-
sonalized help particularly from peers and moral support from
the principal. 23

The conditions under which PREP teachers learn are similar to those
described by Lieberman. It is necessary for the trainer to address
questions of relevance, value and feasibility for teachers. The training
process can provide a structure wherein the traditional triai-and-error
approach as described above can be used as a vehicle for experiential
learning that is cooperative. '

Knowles (1973) describes an experiential, learner-posited and prob-
lem-centered education or training process that was utilized as a
guideline for the training design developed for PREP teachers. Fundamen-
tal to it is the trainer's awareness that information which is perceived by
the learners or trainees to be both useful and beneficial needs: 1) to
explain phenomena that are encountered by them, 2) must somehow help in
the solution of problems encountered, and 3) must be transiatable into
operational principles.

The focus of PREP training is to improve teaching skills among PREP
teachers. To do so, it would appear essential to structure a two-part
process wherein new info. “1ation acquired in a training input phase would
be applied by individual teachers iIn their classrooms. These two facets
would operate cyclically --- as practice informs theory and vice-versa
-~=-throughout the training cycle.
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The issue of feasibility needs particular attention. Learning is experi-
ential. "Information must be moved from the frontal lobe (thought and
symbols) to the cerebeilum (impetus to action) to be retained for discus-
sion and application of new knowledge."54 Activity is the realized mani-
festation of thought; it provides a basis upon which to determine feasi-
bility as well: How does it work, really?

Teaching behaviors can become the focus of training. Changes in teach-
ing behaviors are events that can be documented, discussed and renegoti-
ated. Fournies advises: "Behavior is the only thing you can deal with. You
can see it when it is bad, you can measure it and you can talk about it
unemotionally. You can see it when it changes and you can measure it
after it changes.">4 Focus on behaviors as the means by which theory
and understanding can be implemented, observed, discussed and assessed
provides trainees with opportunities to practice what they are learning
and to form a common well of experience to be shared with other teachers.

Knowles (1973) offers a training framework that can capitalize on
mutual planning and assessment-based determination of trainee needs. He
suggests that the (trainer) will need to:

1. Set a Climate for learning.

2. Establish a structure for mutual (student-teacher) planning.
3. Diagnose the learning needs.

4. Formulate directions for learning.

5. Design a pattern of learning experiences.

6. Manage the learning experience.

7. Evaluate results and rediagnose learning needs.”®

Developing the training design and identifying training content is a
negotiated process between trainer and trainees. Physical arrangements
need to be such that they facilitate the participation and interaction of
group members. The trainer acts to guide, but may also be a group member.
The goal is to decrease the instructor's visibility as the gnly source of

Input. The Interaction helps group members to identify and generate
common expectations and aspirations for the group.
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A needs assessment can focus on identification of content and identifi-
cation of process. It initially provides trainers with some understanding
of teacher-trainees’ perspectives, needs, concerns and goals. “The common
sense understandings which teachers have of their probiems bites deeper
into reality than do the meanderings of most theorists. Teachers do well
to insist that any program ... shall include their common sense insignts.">’

The training session can be characterized by a focus on the content
through the interaction of trainees and trainer. A positive and supportive
environment needs to be felt by all participants. A sense of affiliation and
interpersonal warmth, feelings of mutual respect and shared responsibil-
ity are importapt working understandings for all involved.

The purpose of the educational activity affects the selection of train-
ing techniques to be used. Adults appear to prefer interactive learning
activities to lengthy lecture, but may desire some guidance of the activity
to keep the discussion focused. They may require, also, some advance
organizers that will help them focus on specific learning objectives and
content. The agenda should provide for ideational scaffolding that will
“bridge the gap between what the learner knows and what he needs to know
before he can successfully learn the task at hand.>® The agenda should
reflect advance pianning with clear specifications of roles, mutually
established learning goals, specified body of content, specified pace and -
sequence of activities, clear task responsibilities, provision for feedback
and its incorporation into future planning.

Experience and experimentation with training content are
an additional component with follow-up opportunities for
in-class practice. Feedback and encouragement are impor-
tant for teachers®? ... (and) encourage trying out new ways
of doing things in the classroom.

In her book, Active Learning, Elizabeth Jon2e contends, "I do want
(trainees) to learn theor?/ to learn it so well that they can use it ... | want
students to do theory :

. Thibodeau (1980) has described instructional experiences that are per-
ceived by adult learners to have aided their learning: visual presentations,
practical information, relaxed atmosphere, working with the same level of
learners and an environment where their experience was vaiued. Learner-
pianned learning, demonstration, methods to ‘save time’, expression of ex-
plicit expectations’ and the communication of principles instead of facts
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were perceived as helpful ©2 Adult learners also identified the instruc-
tionai methodologies they preferred: demonstration, small group discus-

sion, group study, visual presentations and hands-on activities.®3

Lieberman and Miller cite a study done by Stallings (1981), Changing

Teacher Behavior. in which he describes key ingredients of the training
process:

1.

2

Personalized feedback to teachers.
Research findings are translated into classroom activities.

Teachers are challenged with specific ways of improving their
teaching.

Workshops focus on specific techniques and subject matter that
allows for coencentrated follow-up activity.

Small groups provide supportive, informal arrangements.
Experiential learning comes from each teacher's own classroom.
Workshops start with structure and move developmentally with

teachgzs as they begin to work on thetr own improvement possibt]-
jties. -

Lieberman and Miller suggest that training needs to:

1.

2.

Start where teachers are.

Make private knowledge pubtic by being sensitive to the effects of
traditional teacher isolation and trial-and-error learning, i.e., shar-

ing, by using knowledge to help people grow rather than pointing to
deficits.

Support improvement efforts by protecting tdeas, providing time,

announcing expectations and making provisions for necessary re-
sources

Share leadership functions with group members so that participants
can provide complementary skills and get experience in role-taking.
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. 5. Organize improvement activities around a particular focus.

6. Focus not only on salient contént, bGt also on the process or struc-
ture that carries it.53

Trainer Attitudes and Practices.

Trainers “should strive to develop warmth, indirectness, cognitive
organization and enthusiasm. Adult learners prefer teachers with whom
they can identify and who are competent in both subject matter and
interpersonal skillg."66 Professional credibility and technical compe-
tence, the ability to foster learning how to learn, active listening skills,

respect for others, and promotion of a low-anxiety environment are an
crucial aspects of the trainer's mien.

The task of the trainer shouid be to:

1. Help people to control and ad]ust to change rather than maintain the
‘ status quo.

2. Intelligently observe and listen to what is being said and done, and use
this information in guiding responses.

3. Select and use teaching methods, materials and resources that are
appropriate in terms of what {s to be learned and in terms of the needs
and abilities of individual learners.

4. Help clientele acquire abilities for critical thinking.

S. Provide an atmosphere where adults are free to search through trial
and error without fear of institutional or interpersonal threat.

6. Make use of existing values, beliefs, customs and attitudes as a start-
ing point for educational activities.57

Bohman (1968) states that learner achievement is related to the degree
to which learners identify with the instructor; that a correlation exists
. between instructor behaviors and learner perseverance. Indeed, Apps
(1981) has identified nine exemplary teaching principles, six of which re-
late directly to trainer-trainee relations. Accordingly, this interpersonal
o aspect should be highlighted.
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implications for teacher training.

1.

10.

Trainers can utilize and expand 0 the classroom experience of
teachers, making use of their trial-and-error approach. Trainer
should foster a sense among teachers of the great value that this
experience has in their continuing learning.

A trainer needs to translate theory into practice and focus on
specifics that generate follow-up practice.

A trainer should recognize that process is as important as content.
A trainer should maintain an agenda that is clear, with explicit
expectations and assignments, with regular opportunities for feed-
back.

Trainers can use behavioral outcomes to describe training
objectives